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Abstract 
This paper uses one case study at a Saudi Arabian university to illustrate the effects of 
competing Discourses on the identities of English language teachers in this context. 
Through an unpacking of their language teaching narratives, the notion of ‘global’ 
English language teaching emerges as a way of potentially resolving these conflicting 
identities/Discourses.   
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Introduction: Teacher Identity 
 
The concept of ‘professional identity’ has been used extensively in the fields of 
Management, Education and Health for some time. It is used to distinguish those 
attributes and values individuals , or the community at large, ascribe to a particular 
group of professionals, and allow them to be distinguished from other groups. Identity 
involves the individuals’ image of  self, and how this translates into action (Sachs, 
2001).  Also many scholars have argued that identity construction is perceived as a 
dynamic process closely related to, and affected by, social, cultural and economic 
processes (Leung, Harris, & Rampton, 1997; Duff & Uchida, 1997). 
 
These identities are “co-constructed, negotiated, and transformed, on an ongoing basis 
by means of language” (Duff and Uchida 1997, p. 452). Although identities can 
change over time, it is important to point out that the process of transformation is 
difficult and complex. People tend to maintain their identities in order to make their 
lives coherent and stable (Pavlenko & Lantolf, 2000). Reflexive self-awareness 
“provides the individual with the opportunity to construct self-identity without the 
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shackles of tradition and culture, which previously created relatively rigid boundaries 
to the options for one’s self-understanding” (Adams, 2003, p. 221).  
The recent focus on the effect of the formation, and development, of teacher identity 
in teaching, has provided a potential approach that could sustain professional 
development and self-empowerment, while advancing accountability (see e.g., 
Britzman, 1991, 1994; MacLure, 1993; Danielewicz, 2001; Miller Marsh, 2003; Day, 
Kington, Stobart, & Sammons, 2006; Robinson & McMillan, 2006; Clarke, 2008a). 
Also, some scholars have argued that this recent focus on teacher identity and 
professional biographies, may “[offer] a richer and more complex way of thinking 
about teaching than do the standards-based models that have contemporary political 
valence” (Day et. al, 2007, p. 609). Yet issues of teacher identity have been 
consistently ignored in successive educational reform policies and strategies, leading 
commentators, in a number of contexts, to speak of a crisis in the teaching profession 
(Day et al., 2007), and in teachers’ professional identities (Clarke, 2008b). 
 
The literature on the enactment of teacher identity/ identities in the classroom, 
suggests that teachers are, at the same time, “social products and social producers,” 
who read and interact with the curriculum “[D]iscourses surrounding them, construct 
their own unique understandings, and, in the end, construct their own self-directed 
responses” (Clarke, 2008a, p. 119). These Discourses are multiple, and may be 
complex to understand. Thus, in order to understand language teaching,  and learning 
in particular, Varghese et al. (2005) argue that, “we need to understand teachers: the 
professional, cultural, political and individual identities which they claim or which are 
assigned to them” (p. 22; cited in Clarke, 2008a, p 105).  In the same vein, Pennington 
(2002) claims that every teacher “wears a number of different hats”, and, therefore, 
every teacher’s identity “involves multiple influences,” and, perhaps, especially so in 
teaching English to speakers of other languages” (p.1).  Hence, drawing on such 
views on the notion of teacher identity, “one can formulate a teacher-self that is a 
polymeric product of experiences, a product of practices that constitute this self in 
response to multiple meanings, which do not need coverage upon a stable, unified 
identity” (Zembylas, 2003, p. 107). 
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Although teachers possess this level of agency, and their actions arise out of their 
unique identities, “their actions [and indeed their identities as teachers] are mediated 
by the structural elements of their setting such as the resources available to them, the 
norms of their school, and externally mandated policies” (Lasky, 2005, p. 899). In the 
Saudi Arabian university context, the constraints of setting, norms and mandated 
policies, are particularly inhibiting with a rigid hierarchy underpinning the flow of 
institutional power as illustrated in Figure 1. below.  However, as described earlier, 
both the official curriculum (as elucidated in curriculum documents and policies) and 
“delivered curriculum” (Eisner, 1992) (which is heavily influenced in this context by 
the textbook), are fraught with inherent contradictions of particular relevance in this 
study. Islamic discourse(s) conflict with the discourse(s) of ‘Global English’ and 
‘economic modernization’, and it is in this context of conflict that knowledge is 
produced. These tension affect contradictions, sustain power struggles, which remind 





Figure 1. The typical flow of institutional power in a Saudi institutional context, 
adapted from Elyas & Picard, 2010 
 
Narrative theory and identity 
 
There has been a number of studies that focusing  narrative theory and identity (see 
Labov, 1970).  Narratologists study the internal structure of stories aiming to define 
the component parts, distinguish their different categories as well as make distinctions 
between narrative and non-narrative discourse (Benwell & Stokoe, 2005, p. 137). 
 
Through narration, a self identity is formed in the actual discourse of the narration.  If 
selves and identities, therefore, are constituted in Discourse, they are necessarily 
constructed in stories (Abell, Stokoe, & Billig, 2000).   Drawing on the idea of self-
identity, narrative researchers ascribe a particular ontological character to people, as 
‘storied selves’. Benwell and Stokoe (2005) claim that, in fact, “this notion provides 
the basis for understanding people’s lives and [identity]” (p.138).   
 
This has lead to assumptions by narrative researchers that “the nature of [D]iscourse 
is supplemented with the specifics of narration as a particular practice through which 
identity is performed, articulated and struggled” (ibid, p.140).  For the purpose of this 
paper, the emphasis is on identity as performed, and dynamic rather than fixed. Thus 
teacher identity is explored as “culturally and historically located as constructed in 
interactions with other people and institution structures [which is also of importance 
in this paper]”, and viewed as “continuously remade, and as contradictory and 
situational” (May V, 2004; cited in Benwell & Stokoe, 2005, p. 138).  But it is 
through these contradictions, and situational narratives, that we gain insight into 
teacher identity, as Mishler (1999) stated, “we speak our identity” (p.19).   
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One particular distinguishing feature of narrative identity theories is the notion that 
the “local stories we tell about ourselves are connected in some way to wider cultural 
stories (or ‘Master Narrative(s)’) [as will be illustrated in the teachers’ narratives 
below], cultural plotlines, discourses, interpretative repertoires)” (Benwell & Stokoe, 
2005, p. 139).   Schiffrin (1996) claimed that these local story narrations provide “a 
backdrop of cultural expectations about a typical course of action; our identities  as 
social beings emerge as we construct our own individual experiences as a way  to 
position ourselves in relation to social and cultural expectations,” (p.170). In this 
study, the local stories of Saudi English teachers give insight into their co-constructed 
professional and personal identities, and unpacking of these identities, in turn, 
elucidates the cultural and social expectations they face from both their institutions 
and their society.  
 
Teacher identity and power 
 
Drawing on the above discussed literature on teacher identity and narrative identity, 
and the possibility of cultural expectations and struggle (within Saudi Arabia in 
particular), the need to discuss power and knowledge in teacher identity is imperative.  
The links between knowledge and power are captured succinctly in Foucault’s 
statement that “there is no power relation without the correlative constitution of a 
field of knowledge, nor at the same time any knowledge that does not presuppose and 
constitute at the same time power relations” (Foucault, 1977, p.46) and the interaction 
of knowledge and power, according to Foucault results in a “productive network” 
(Foucault, 1980, p.23).   
As Foucault (1980) suggests, within every productive network, there is always the 
possibility for resistance from both students and teachers (as illustrated in Figure 2 
below). Since the “productive network” within which teachers in KSA colleges 
operate, contains contradictory influences, it is likely that the teacher identities 
produced within this network are likewise inherently contradictory.  
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Figure 2. An interpretation of Foucault’s concepts of power/knowledge within a Saudi 
context, adapted from Elyas, 2011. 
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This diagram illustrates Foucault’s concepts of power/ knowledge within a Saudi 
educational institutional hierarchy in terms of the notion of the flow of knowledge, 
power, and the concepts of foreign knowledge, and who may control it.  Also it shows 
that, although the flow of information the English language and culture is situated and 
controlled by the Saudi English teachers and their superiors, students have the 
potential to accept or oppose the views promulgated. Teachers, on the other hand, are 
constrained by their professional identities which typically operate within rigid 
hierarchies (Elyas, 2008).  The possibility of tension, which is created by the different 
ideologies (traditional Islamic and Western) within the Saudi educational paradigm 
and how they affect teacher identity, are explored in this paper. The students’ 
reactions to these ideologies, and the power structures within which they operate are 
also examined. 
 
Exploring teacher identity, power and the enactment of identity  
 
This paper explores the interplay between the influences of traditional Islamic 
pedagogies and the pedagogies of ‘global English’, as manifested in what the two 
teachers in this study define their professional identity to be, and the way they enact 
the curriculum in an English classroom. The respondents are both male Saudi national 
teachers teaching at a university level in the Kingdom of Saudi Arabia. In the thesis 
on which this paper is based, this data is later correlated with data from the students’ 
narratives and focus group, reflecting their experiences of the knowledge created and 
the “productive network” within which this knowledge is constructed, as well as their 
reflections on the curriculum and pedagogy employed by the teachers, and the 
textbook used in the classroom.   
 
Exploring the teachers’ attitudes, beliefs and perceptions in relation to teaching, and 
how these relate to power structures, is the main focus of the data. First the teachers’ 
situational narratives are explored, and their ‘local stories’, which are connected to 
wider ‘global stories’, are unpacked. Using Meyer’s (2001) framework for Critical 
Discourse Analysis, teacher identity and the possible conflict between traditional 
Islamic and Western ideologies within this identity were identified as an area of 
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interest. A teacher adhering to one or other of these ideologies may serve as a 
potential “obstacle” to the forming of a positive professional identity in the KSA 
context. Both professional (training, curriculum, policies) and cultural/ religious (the 
Qur’an, Hadith traditional beliefs  about the role of the teacher) constitute the 
“network of practices” (Fairclough, 2001) within which these teachers operate.  Also 
“structural analysis” and the “order of discourse” as outlined by Meyer (2001, p.125), 
are related in this study to narrative structure, and the Master discourses that this 
structure reveals. The data are subsequently analysed using a framework adapted from 
Foucault’s force axes of ethical self-formation (May, 2006; O’Leary, 2002). The data 
in this paper was obtained through in-depth semi-structured interviews with both 
teachers. Prior to the interviews a “start list” of constructs (Miles & Huberman, 1984) 
was developed in accordance with Foucault’s force axes of ethical self-formation. The 
theory underlying this “list” was Foucault’s four axes of ethics. Prior to the interviews 
a “start list” of constructs Miles & Huberman (1984) was developed and formulated 
into open-ended questions. The theory underlying this “list” was Foucault’s four axes 
of ethics: 1. the ethical substance (the part of the self pertaining to ethics); 2. the mode 
of ethical subjection (the authority sources of ethics); 3. ethical self-practices and; 4. 
the telos, or endpoint, of ethics (May T, 2006, O'Leary, 2002). In Foucauldian terms 
the researcher aims to unpack the genealogy of Discourses, thus he/she “seeks to 
explain present-day cultural phenomena and problems by looking at the past and 
analysing how it was derived and constituted historically. It not only looks at who we 
are at present but also opens up possibilities of what might be and from where we 
might start to be different in the present. It forms a critical ontology of ourselves” 
(Besley, 2002, p. 14).  
 
When conceived in this way, the four dimensions of the “genealogy of power” 
become four axes for critical work focused on the genealogy of the subject’s identity. 
These axes can be transposed into four ‘axes of teacher identity’:  the substance of 
teacher identity, the authority sources of teacher identity, the self-practices of teacher 
identity, and the endpoint of teacher identity (Clarke, 2009). This adaption of 
Foucault’s axes to the context of teacher identity is represented in the diagram in 
Figure 3 below. Thus teachers were asked questions relating to how they viewed their 
identity (substance), what they saw as the authority or power structure underlying 
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their identity, the ways they saw themselves enacting their identity and what they 
conceived as the results of their enactment of their identities. Initial interview 
questions  (see appendix 1) were devised according to the four axes presented below.  
 
Figure 3. A diagram for doing ethical ‘identity work’ in teacher education adopted 
from Clarke’s (2009) view of Foucault’s axis of power.  
 
Follow-up questions were asked based on the teacher’s responses in order to clarify 
and obtain more detail on specific issues.  
 
Exploring Khalid’s professional identity, professional background and resultant 
pedagogy 
 
Khalid is a 24 year old Saudi national English teacher who  studied abroad. He had 
additional exposure to Western culture as he spent all his summer holidays as a child 
abroad.  He also works as an English lecturer at KAU. He was interviewed in his 
office. The narrative structure is unpacked in the context of a potential conflict 
between ideologies and identities, and the four axes of teacher identity are used as an 
analytic framework. 
 
The narrative structure of Khalid’s teaching story   
 
Khalid’s teaching story starts with a description of travel. He described his 
experiences as a student in summer schools in the USA, and his later experiences 
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studying English abroad. This part of the story relates to a very common Master 
Narrative of the traveller as an agent of change and development, bringing new ideas, 
knowledge and culture back to his home society. This Master Narrative has also been 
reflected in early Arabic literature with the diaries of the famous traveller Ibn Battuta, 
who explored the globe and came back equipped with knowledge, which he shared 
with his contemporaries. The more modern Master Narrative of the “global scholar” 
(Thieman, 2008) is also reflected in Khalid’s narrative. This person is not limited to 
one country or culture, but rather collaborates and spreads knowledge across borders 
(Thieman, 2008).    
 
In the middle of his narratives, Khalid talked about his success story in the classroom. 
Once again, a generation Master Narrative develops, but in Khalid’s case it is a 
narrative of identification and collegiality with his students, rather than any “gap”. 
Khalid also related his identification with, and understanding of, the material and 
‘culture’ promulgated in the materials to his experiences abroad, and his 
understanding of the students’ youth culture (Karam, 2010). Khalid evidenced a 
Master Narrative of the teacher as a colleague and ‘fellow learner’ in his discourse.  
 
At the end of the story, Khalid continued the Master Narrative of the traveller and his 
responsibility to share knowledge and experience, and described how he attempts to 
discuss and share his insights into teaching with his fellow teachers. He did indicate 
though that there is some resistance from his colleagues, and even his Department, 
which links with the Master Narrative of the teacher as agent of change (Price & 
Valli, 2005).  
 
The ‘substance’ of Khalid’s identity  
 
I have experienced that the method of reflection in my teaching, somehow, made me a 
better person (Khalid, 2007). 
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The ‘substance’ of Khalid’s identity as an English teacher relates to his view of 
himself as a ‘reflective’ practitioner (Brookfield, 1995), who uses his own learning 
experiences to attempt to understand the position of the students, conducts an audit of 
his practices, holds critical discussions with colleagues, and explores the literature all 
with the aim of improving his teaching practice.   
 
Rather than attempting to fix his professional teaching identity to national or religious 
customs and mores, Khalid saw his personal identity as affected by his evolving 
professional identity, as reflected in the following:  
 
Teaching has made me a better person…  I love teaching.  It makes me feel I am 
doing something good for the students and also my society.  It gives me sense of 
identity, a sense of purpose (Khalid, 2007).   
 
Another characteristic of Khalid’s identity is his perception of himself as a 
communicator. He related his growing professionalism to his developing 
interpersonal communication skills, and his ability to cope with his differences of 
opinion and beliefs with other KSA English teachers in a constructive manner. Khalid 
ascribed his reflective and communicative abilities to his training in the USA. As 
reflected below:   
 
Before I left to study English in Colorado, USA, for a few months after graduation, I 
would have avoided interacting with people whose opinions and ideas were different 
to mine… However, after my trip to the US, I have begun to discuss different issues 
and ideas with other English teachers, my own students in the class, and sometimes 
my own family. I see myself open to new ideas and new understanding of the world.  
Now, after my trip to the US, I found myself sharing my ideas in the classroom or with 
my family which they may not completely agree with. It could be the age thing 
(Khalid, 2007).  
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And  
Also, having a somehow good understanding of the teaching methodologies after 
being an English student in English Intensive program in the US, enhanced my 
understanding of different methods of teaching. I found myself trying my best to adopt 
these methods in my classroom and see if they work in a Saudi context.  The students 
are happy with me and that is very important for me.  It makes me feel I am doing a 
good job (Khalid, 2007).   
 
Here, there is an apparent inter-cultural competence that Khalid possesses.  He has 
developed a “‘third place’ [identity] between the learners’ native culture and the 
target culture, i.e. between self and other (Liddicoat, Crozet, & Lo Bianco, 1999, p. 
181). His cultural and linguistic competence is very clear as in “trying my best to 
adopt these methods in my classroom” [Khalid, 2007] and in “it makes me feel I am 
doing a good job” [Khalid].  He showcased his satisfaction when he succeeded in 
achieving this ‘third space’ (Bhabha, 2004).  He is very comfortable, and it doesn’t 
frustrate him, to juggle two distinct worlds (East and the West).  Pennington (2002) 
notes that “teachers of English to speakers of other languages must develop a type of 
identity that aligns them with their profession and with the specific contexts in which 
they teach” (p.1)  
 
Khalid also highlighted his developing creative skills, which he felt enable him to 
develop more effective teaching resources, his critical thinking and reflective skills, 
which he said, “strengthen my understanding of my identity as an English teacher and 
make me a stronger teacher, more competent and more aware of the culture” [Khalid, 
2007]. He stated the following:  
 
 After my trip to the US, I became very motivated to utilize my learning skills and also 
my teaching skills.  In fact, I became very creative if I may say.  I started using the net 
and other resources to strengthen my understanding of my identity as an English 
teacher and make me a stronger teacher, more competent and more aware of the 
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culture.  Also, I have been exposed to reflective learning which made me reflect on my 
teaching.  This method which I only been introduced to in the US made me a stronger 
person (Khalid, 2007).  
 
Khalid’s personal experiences with the ‘other’ target cultures in his youth appeared to 
have developed his professional identity. Calderhead and Shorrock (1997) argue that 
“image provides us with an indicator of teachers’ knowledge, and enables us to 
examine the knowledge growth attribute of  different training experiences, and 
relationship between knowledge and observed practice” (p.3).  Here Khalid is 
projecting his image to his students as an agent of change and the so-called ‘bright 
future’.   
 
Another aspect of Khalid’s identity is his generational identification with the students. 
He described himself as understanding their perspective as in the following: 
 
I am only 23 years after all, I can relate to what the students are feeling and their 
anxiety about the language (Khalid, 2007).  
 
Khalid also detailed how his sense of responsibility towards his students has evolved 
along with the other aspects of his professional identity, as evidenced in the 
following:  
 
Moreover, I believe that teaching reinforced my sense of responsibility… I try as 
much as I can to respond to the students’ needs or weakness in my office hours which 
they greatly appreciate. I know they won’t like me to address their differences and 
weakness in the classroom.  Luckily, I can understand my own culture and work with 
it (Khalid, 2007).  
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The ‘substance’ of Khalid’s teaching identity is thus a reflection, change and 
confidence in his ability to negotiate between the Western/ American and Saudi/ 
Muslim contexts.  He could easily juxtapose the two entities, and ideological 
representations, without fear of losing his own personal or Islamic identity. Khalid’s 
confidence  made him feel that he is not in a subordinate position (Pennycook, 1989) 
in his professional identity.  He appeared to be a confident and strong individual 
capable of making his own local as well as global contribution in the classroom. 
 
The ‘authority sources’ of Khalid’s teaching identity 
 
Khalid called upon the authority of his training, both at the University and in English 
schools in the US, and also to the teaching theories that he has been able to put into 
practice, to underpin his identity as a teaching professional. He stated that these 
sources of authority have increased his confidence as a teacher, and in discussions 
with other Saudi English teachers. Again we see dynamism at work here as he 
interweaved theory and practice in a way that “let my students and my colleagues 
understand that my teaching strategies are based on actual theory and practices” 
[Khalid, 2007]. Here, Khalid has established a wider set of resources that he is able to 
draw on in shaping his emerging teaching self. This helped him to reconcile his 
national/ religious identity, and his developing identity as an English teacher, as 
reflected below:  
 
However, I try to let my students and particularly my colleagues understand that my 
teaching strategies which are based on actual theory and practices (which might be 
controversial or even modern in the sense of the word) might be different to theirs but 





The ‘self-practices’ used to shape Khalid’s teaching 
 
Khalid’s reference to his practice of discussing different issues with his more 
experienced older teachers, is clearly a self-practice that has had an educative effect. 
He stated:  
 
I have learned through many attempts that discussing things with other teachers open 
the door to debates that they themselves were hesitant to talk about it is an eye-
opening tool… (Khalid, 2007).    
 
 Ali found himself as in the ‘middle way’ between his students’ actual learning needs, 
and his professional identity among his colleagues, as in “talk about it’ and 
“discussing things with other teachers” [Khalid, 2007].  Here, Khalid appeared to 
have a firm stand on what he thought was right without losing his professional 
identity in the institution.  Pennington (2002), on the issue of ‘middle way’, argues 
that “the identity of teacher-as-professional can be seen as a ‘middle way’- tension or 
a balance point- between an entirely  idiosyncratic teacher identity, and an entirely 
generic one, or, from a different perspective, between  a performance-based view and 
a competence view of teacher identity” ( p.5). 
 
Another self-practice Khalid referred to was to “strengthen my understanding of my 
identity as an English teacher” [Khalid, 2007] which, as we have seen, he felt had 
helped him develop a more effective learning environment for his students. Finally, 
Khalid referred to the self-practice of critical thinking and reflection. He described 
himself as “as a better person” [Khalid, line, 1] and believed that “reflection” on his 
teaching of English “somehow, makes me a better person”[Khalid, line, 23]. 
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Khalid’s ‘ultimate goal or purpose’ in teaching 
 
 Khalid stated that “I try as much as I can to respond to the students’ needs or 
weakness in my office hours which they greatly appreciate” [Khalid, 2007] and 
student learning was clearly one guiding purpose for  him as a teacher.  
 
He also talked about the value of fostering his creativity in terms of developing “I try 
to let my students, and particularly my colleagues, understand that my teaching 
strategies are based on actual theory and practices” [Khalid, 2007] Implicit in the 
importance he attached to critical thinking and reflection, as sources of deepening 
understanding, strengthened beliefs, and becoming “a better person”, was the ultimate 
value he placed on his own ongoing self-development as a teacher, both personally 
and professionally.  He said “I have learned … discussing things with other teachers 
open the door … is an eye-opening tool” [Khalid, 2007]. 
 
When Khalid’s words are considered in terms of all four axes of teacher identity, his 
foregrounding of reflection, and subsequent change in practice, suggests that Khalid 
viewed his identity as dynamic and changeable Khalid ascribed his reflective and 
communicative abilities to his training in the USA.  In addition, Khalid established a 
wider set of resources that he was able to draw on in shaping his emerging teaching 
self. 
 
Not only was there a strong sense of ‘care for the self’ in his explicit concern for his 
evolving teacher identity, but, at the same time, this care of the self is closely 
connected with a sense of care for  others, including his students and the other 
teachers working around him.  He was clearly at peace with his identity as an English 
teacher without neglecting his Arabic/Islamic identity. Moreover he seemed to be 
aware that his engagement in practices of ‘care of the self’ is itself contributing to 
nurturing a critical, engaged and ethical responsiveness to others  – “I try to let my 
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students, and particularly my colleagues, understand that my teaching strategies, 
which are based on actual theory and practices (which might be controversial or even 
modern in the sense of the word), might be different to theirs but that does not mean 
that they are anti-Islamic or not as effective as theirs ” [Khalid, 2007]. 
In relation to Khalid’s engagement with others, it is worth  noting one of the 
criticisms made of Foucault’s ethics, namely that it is too private an affair, involving a 
disengagement with public issues in order to focus on the self (Best and Kellner, 
1991). Whilst a number of Foucauldian  scholars have challenged such an 
interpretation as understating the extent to which the ethical self is socially and 
politically situated (Infinito, 2003, Olsen, 2006), it may seem that Khalid’s inter-
subjective engagement was somewhat narcissistic, in that it is ultimately focused on 
his own development as a teacher, rather than reflecting broader concern for others. 
However, it can be argued that his concern for his own development, far from 
reflecting some sort of solipsistic self-absorption, was intimately connected to, and 
provided a source of, his responsiveness to others.  As Olssen notes, “the care of the 
self, then, is always at the same time concerned with care for others” (2006, p.22). 
 
In relation to his attitude towards Islam, and how it relates to English teaching, it 
appeared that Khalid follows a ‘weaker’ form of Islamization as advocated by 
Ratnawati (2005) and Mahboob (2009) where it is acknowledged that culture cannot 
be divorced from the teaching of language. Although he acknowledged the anxiety his 
students may have felt towards the language, he believed that his practices, although 
“modern”, were not “anti-Islamic” [Khalid, 2007]. 
 
Towards a KSA English teaching identity: A Summary 
 
It is apparent that Khalid  has grappled with issues of reconciling  his national, 
religious, and general teaching identities, with the professional identity of the English 
teacher. From the data it appears that the contrast between the policies and 
requirements of the stated curriculum and the teaching materials, which influence the 
enacted curriculum, cause some difficulties. Additionally, Khalid was influenced by, 
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and struggled with, the contrast between what he has learnt about English teaching in 
his studies in the USA and his experiences in the KSA context. However, from 
Meyer’s (2007) perspective the social network within which teaching in KSA 
operates in a sense “needs” this “problem” (Meyer, 2001, p.125) since policy is 
influenced both  by traditional cultural/ religious pressures within the country, and  by 
forces of ‘globalisation’ outside the country.      
 
 Khalid struggled with his complex identity as a Saudi/Arabic teacher, and an English 
teacher, within a well-structured paradigm of educational hierarchy with the 
educational system in KSA.  He was influenced by an ‘upward ideological’ teacher 
identity where he reacted to his personal experience as a person (studying English in 
the US during his summer holidays), and then as a teacher who could negotiate his 
role with the institutional identity (as represented in Figure 4). He developed an 
identity that fitted with his role as a Saudi English teacher.   
 
According to Pennington (2002), “teachers of English to speakers of other anagoges 
must develop a type of identity that aligns them with their profession, and with the 
specific context in which they teach,” (p.1), and this is exactly what Khalid did in his 
classroom.  Khalid felt that the issue of language teaching, and language learning, was 
of  great importance sociolinguistically and politically in KSA.  As Benwell and 
Stokoe (2005)  succinctly put it, “language both constructs social and political reality 
and is also constituted or conditioned by it” (p.107), a clear example of how Khalid 
re-constructed his social and political professional identity in the classroom setting to 
project his values and mores as he saw them. 
 
Foucault’s notions of ethical self-formation, and “care of self”, offer rich potential for 
addressing these concerns by encouraging teachers to focus on critical reflection 
within a context of inter-subjective engagement with other educators. This theoretical 
perspective  presented by  a teacher in the KSA context “challenges that assumption 
that there is a singular ‘teacher-self’ or an essential ‘teacher identity’ hidden beneath 
the surface of teacher’s experience, an assumption evident in popular myths about 
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teaching” (Zembylas, 2003, p.108). 
 
Finally,   Khalid’s ability to reconcile his conflicting identities appeared to arise out of 
such an attempt, and provided one way of addressing professional identity as an 
English teacher in the KSA context, and of finding a way “past the obstacles” (Meyer, 
2001, p.125) he faced.  This data, whilst not inclusive of other teachers, offer a 







            
Figure 4. Ideologically upward Teacher Identity vs. Ideologically downward Teacher  
 
Finally, it appears that  for a better learning situation in a KSA context, Saudi English 
teachers “must be sufficiently socialized to L2 practices, so that they can comfortably 
draw on those practices as part of their communication and cultural repertoire, and so 
that their meta-pragmatic awareness enable them to support students’ learning of L2” 
(Kasper, 2001, p. 522).  Khalid’s professional identity as a teacher were used here to 
showcase a distinct  style of teaching according to the Discourses the teachers  may 
follow.  These Discourses are presented in this paper to shed some light on the social, 
cultural, and political, and ideological/religious paradigms that some teachers may 
choose to follow, and how this consequently may impact their role in the classroom.   
 
Influences on Teachers’ Ideological Identity in the case of Khalid’s  
situational TEFL  
 
           khalid      
       
 1- National Identity (Islamic) 
2- Institutional Idenity 
3- Teacher Idenity 
4- Personal Idenity 
 
1- National Identity (Islamic) 
2- Institutional Identity 
3- Teacher Identity 
4- Personal Identity 
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Although this paper only showcases one teacher as case studies at a university level in 
KSA.  It provides a new understanding of some of the tension that some teachers may 
face in their professional identity because of ‘globalisation’, and the demands of 
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The initial list of questions used in the interviews is as follows: 
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1- How do you see yourself and/or reflect yourself as a teacher in the classroom? 
2- What are your sources of authority/ power in the classroom? 
3- To what extent do you think that teaching the ‘target’ culture and language in 
the classroom affects or is affected by your identity as an Arabic/Islamic person? 
4- How do you think your behaviour in classroom affects the students’ 
perception of you as a teacher and their learning of English?  
 
